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Chapter 1: Introduction
Music educators work tirelessly to provide an environment where students can
flourish, striving to instill a positive sense of self-belief, creative freedom, and purpose
into each and every student they encounter (Hendricks et al., 2014). The art of teaching
music is implemented across different school systems in a variety of ways. Band, choir,
orchestra, and general music classrooms provide an outlet for students to express
emotions in healthy ways through listening and being emotionally present (Hendricks, et
al, 2014). Learning to manage emotions takes practice and effort, and students,
particularly those in elementary, middle, and high school settings, benefit from
experiences that inform emotional response. Educators often find themselves in the role
of counselor, aiding navigation of personal crises and formation of identity in young
students, and music classrooms, in particular, promote self-awareness through
recognition of personal thoughts and feelings (Blase et al., 1983).
Social and Emotional Learning (SEL) is a strategy commonly used in
contemporary music classrooms (CASEL, 2020). In the last ten years, SEL has become
more identifiable in the school setting. It is considered a subject of interest and is defined
as the “process through which children and adults understand and manage emotions, set
and achieve positive goals, feel and show empathy for others, establish and maintain
positive relationships, and make responsible decisions” (CASEL, 2020). The foundations
of SEL were established in New Haven, Connecticut in the late 1960s when James
Comer founded a program called the Comer School Development Program. The program
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embraced the idea that “the contrast between a child’s experiences at home and those in
school deeply affects the child’s psychosocial development and that this in turn shapes
academic achievement” (GLEF, 2011).
The Comer School Development Program was developed around two schools that
were underfunded and underachieving. The program formed a committee that included
the principals of the schools along with parents, teachers, and counselors. Researchers
developed a variety of ideas targeting behavior improvement, as well as tried to improve
the academic performance of the students. By the 1980s, the behavioral issues decreased
in frequency and the academic levels were improved, in turn leading to an incline in the
SEL concept (GLEF, 2011). This was made possible due to educators and administrators
becoming more familiar with the correlation between academic learning and socialemotional needs.
SEL continued to become more prevalent, with New Haven as a center of
research. Two of the researchers involved in this area were Robert P. Weissberg and
Timothy Shriver. Between 1987 and 1992, they developed the K-12 New Haven Social
Development Program. The curriculum promoted emotional skills to include
identification and labeling of feelings, expression of feeling, assessment of emotional
intensity, managing personal responses, delayed gratification, impulse control, and stress
reduction (GLEF, 2020). When the term Social and Emotional Learning began to appear
in educational language in 1994, a new organization called the Collaborative to Advance
Social and Emotional Learning (CASEL) was established. CASEL has expanded and
influenced other educational organizations to maintain SEL strategies in schools
nationwide. When learning environments are carefully structured, students develop what
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CASEL defined as soft skills: self-awareness, self-management, social awareness,
relationship skills, and responsible decision-making (CASEL, 2020).
There are numerous strategies for implementation of SEL into a music classroom
environment. The music classroom environment is an ideal context for implementation of
social and emotional learning strategies. These musical activities are vehicles through
which SEL strategies can be used, especially when teachers are helping their students to
identify and process thoughts, feelings, and emotions. In a musical environment, students
not only focus on playing or singing, but are also given the opportunity to define the
feelings associated with performing and listening to music (Varner, 2020).
It seems there may be a strong relationship between music education and SEL;
however, it may be more difficult to identify in tangible ways. Music education is most
often referred to as an elective subject in K-12 school systems and consists of
performing, listening, and interacting with others in a classroom setting. Pitts (2017)
states that music educators make a significant “contribution to lifelong musical
engagement” and to “the risks, challenges, and opportunities inherent in the shaping of
musical lives.” Other research shows that "lifelong engagement in music demonstrates
the familiar truth that access to musical participation begins in childhood and is shaped but by no means guaranteed — by the encouragement, opportunity, attitudes, and skills
that children encounter in their schools and homes.” She also suggests that "fostering a
creatively engaged society, gives music educators greater responsibilities to teach with a
view to young people’s long term musical futures (Pitts 2017, p. 1).
It is important to note that music education has many different layers. Oftentimes,
performance is the aspect that is greatly emphasized while the social and emotional needs
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of students throughout the learning process are not being met. Bennett Reimer (1998), a
music philosopher, writes about the divisiveness between what constitutes successful
music education and what people perceive to be successful music education. In the past,
and even in the present day, music educators have accentuated the act of performing.
Reimer says, “the traditional view focuses on performance as the be-all and end-all of
music education for everyone, along with the assumption that a high level of performance
skill, as measured by, say, the National Assessment of Educational Progress, is a valid
indication of success” (Reimer 1998, p. 10).
CASEL identifies five major elements of SEL and provides descriptors for each
of the five in order to aid educators. The first component of SEL is self-awareness. SelfAwareness is defined as “the ability to understand one’s own emotions, thoughts, and
values and how they influence behavior across contexts” (CASEL, 2020). There are
many specific ways in which this could take form. One way is integration of personal and
social identities. In other words, students should be able to adapt and work well with
others in multiple contexts while still being themselves. Another way is demonstration of
the ability to identify personal, cultural, and linguistic assets. They should be able to label
information about themselves, their background, and the language in which they speak.
Similarly, students should be able to identify their own emotions. If someone were to ask
them how they are feeling or what emotions they are experiencing, they should have a
basic vocabulary in mind in order to convey the proper message to a teacher or peer.
If children possess self-awareness, they will be able to demonstrate honesty and
integrity in a classroom setting and in everyday life. Linking feelings, values, and
thoughts together is a vital part of self-awareness. Knowing what you believe and why,
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knowing how to process your own feelings, and understanding why those feelings lead to
certain thoughts are all monumental steps toward gaining self-awareness. Self-awareness
may also be present through examination of prejudices and biases. When students begin
to realize that they view the world through their own lens while simultaneously
recognizing that everyone has a different perspective, they are gaining self-awareness.
For each component of SEL, there are specific criteria in bullet point format. Additional
qualifiers for demonstration of self-awareness include experiencing self-efficacy, having
a growth mindset, and developing interests and a sense of purpose. (Appendix A).
The next component of SEL is social awareness. It is described as “the ability to
understand the perspectives of others and empathize with others, including those from
diverse backgrounds, cultures, and contexts'' (CASEL, 2020). Students may display
social awareness by adopting unfamiliar perspectives. Demonstrating empathy and
compassion is a necessity when trying to build and form healthy relationships with
people. Showing concern for the feelings of others helps the student know that they are
allowed to feel things that are not always related to oneself. When teachers watch
students understand and express gratitude, they see that they are capable of recognizing a
positive and productive thing that is taking place in their life. Identifying diverse social
norms including unjust ones, recognizing situational demands and opportunities, and
understanding the influences of organizations/systems on behavior are three more
examples of social awareness that CASEL uses as a demonstration (Appendix A).
The third CASEL component related to SEL is self-management. This is
described as “the abilities to manage one’s emotions, thoughts, and behaviors effectively
in different situations and to achieve goals and aspirations” (CASEL, 2020). This
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includes things like managing one’s emotions, identifying and using stress-management
strategies, exhibiting self-discipline and self-motivation, and setting personal and
collective goals. Using planning and organizational skills is a way for students to let their
teacher know that they can get their work done on time and be responsible about it.
Showing the courage to take initiative means that students are managing their own time
and their own productivity, which is an example of self-management (Appendix A).
CASEL labels Relationship Skills as the fourth component for Social and
Emotional Learning. CASEL explains it as having “the abilities to establish and maintain
healthy and supportive relationships and to effectively navigate settings with diverse
individuals and groups” (CASEL, 2020). Some of the capacities included are
communicating effectively, developing positive relationships, demonstrating cultural
competency, and practicing teamwork and collaborative problem-solving. These four
elements demonstrate the ability to be in relationship with others and have the
relationships be positive and effective. Resolving conflicts constructively shows that
students are able to work through their problems with others and come to some sort of
agreement or compromise without getting out of hand. Resisting negative social pressure,
showing leadership in groups, and seeking or offering support and help when needed are
examples of relationship skills. These skills depict humans working together for the
greater good and being in community with others. Standing up for the rights of others is
another example of relationship skills. It shows an awareness of other people and their
feelings, so it is no longer a self-centered approach to handling situations (Appendix A).
The fifth element of SEL is responsible decision-making. It is defined as “the
abilities to make caring and constructive choices about personal behavior and social
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interactions across diverse situations” (CASEL, 2020). Some of the capacities included
are demonstrating curiosity and open-mindedness, identifying solutions for personal and
social problems, learning to make a reasoned judgement after analyzing information, and
anticipating and evaluating the consequences of one’s actions. A student showing openmindedness and curiosity means that they are contemplating all the different angles to
consider and all the different possibilities or outcomes. If a student is anticipating and
evaluating the consequences of their actions before making a decision, it will most likely
lead them in the direction of making the right or best decision. Recognizing how critical
thinking skills are useful both inside and outside of school, reflecting on one’s role to
promote personal, family, and community well-being, and evaluating personal,
interpersonal, community, and institutional impacts are three more examples of
responsible decision-making (Appendix A).
Social and Emotional Learning is a strategy that can be adapted to a music
classroom setting and it provides opportunities for educators and students to develop
social and emotional skills. The purpose of this study is to conduct research on Social and
Emotional Learning using a basic descriptive and interpretive analysis approach to
answer the following questions:
1. How do teachers describe SEL based on their own perceptions and classroom
experiences?
2. How did each teacher’s philosophy of music education and personal musical
background shape their beliefs about SEL in the music classroom?

Chapter 2: Review of Related Literature
This chapter includes a review of literature and research related to SEL in the
music classroom. The related literature will include: (a) studies of music education in
relation to social-emotional skills (b) studies of SEL at the secondary level, and (c)
studies of SEL in the general music classroom.
From the research related to Social and Emotional Learning, I chose to include
studies of SEL both in the general education classroom and the music classroom, as well
as SEL in relation to COVID-19. The studies discussed in this literature review are used
to highlight two main points. First, the information gathered from these sources supports
SEL and the benefits it provides to music education and its students. Second, the sources
used show that there is great need for more SEL related research in order to better
understand SEL and how it is incorporated into a music classroom. Although SEL can be
used in many different learning environments, I chose to only review studies that were
related to classroom environments.
Studies of Music Education in Relation to Social-Emotional Skills
In a review of literature on empathy in the music classroom, Laird (2015)
“provides insight into the development of empathy through music-making experiences (p.
56). No interviews were conducted in this study; however, previous studies of empathy
were used in order to write this article. Throughout her research process, Laird studied
and observed where the term “empathy” originated. It was found that the term empathy
first appeared in the English language as a translation of the German word “Einfüblung.”
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Empathic connections are formed in many other outlets so the author thought that it could
certainly be applied to music education as well. Laird also described the differences
between cognitive empathy, emotional empathy, and compassionate empathy, and
suggested that researchers have begun to notice the correlation between academic
learning and social and emotional experiences. Music educators are able to support the
use of empathy through the learning processes they incorporate in their classrooms.
Creating and performing music are both empathic experiences, which can aid students in
healthfully communicating with their peers and with their teacher (Laird, 2015). In
relation to SEL, empathy is a key component for demonstrating proper usage of social
awareness and relationship skills inside the music classroom.
Furthermore, the use and implementation of empathy specifically in the music
classroom can help to grow and foster student-teacher relationships and allow students
the grace and understanding they deserve when trying new things. Through a review of
the various studies related to empathy, Laird concluded that music educators who sought
to help their students be successful in many areas of life can look to the development of
empathy in order to obtain this goal (Laird, 2015). Laird’s descriptive review of the
literature provided the reader with more specific areas of research to be investigated.
In a case study of music education and incorporation of music in everyday life,
Pitts (2017) stated that “music education has a long history of defending its place in the
school curriculum, with practitioners and researchers alike arguing for the creative, social
and cognitive benefits of music in young people’s lives” (p. 1). Pitts laid out a
presentation including evidence for questions such as “Why then, is it still necessary to
be making the case for music in education, one hundred years later?” She used previous
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studies to aid her stance and her research. Pitts also used questions such as “do you have
any regrets about missed opportunities in music?” and “what have been the highlights of
your musical life history so far?” (p. 3) in order to investigate the long-term effects of
music education. The author found that home life is interconnected with school life and
music learning and that music making happens in many different locations. Pitts
conducted three case studies using the qualitative method in order to explore the
challenges of music learning and how it can remain open to all learners (Pitts, 2017).
The findings for the first section of the case study included intervention being
critical to the learning and engagement of musical activities. The earlier students begin
learning, the more they will benefit children in the long run. The results of the second
section discussed that concert halls are great venues to enjoy live music, but there are a
wide variety of genres and contexts in which to listen to music. Potential listeners should
not be deterred from enjoying music simply because the concert hall may not be
accessible to them. The overall findings demonstrated that musical engagement starts at
an early age and is shaped by both school and home. Pitts also recommended that in order
to find the routes to lifelong musical engagement, one must first be aware of them.
Music education is for “fostering a creatively engaged society” (Pitts, 2017).
In a study on the teacher’s role as counselor, Blase and Long (1983) gathered data
through a form of qualitative inquiry to seek knowledge on how teachers viewed
themselves in relation to students’ needs. The researchers conducted interviews among 35
public school teachers located in New York in a large, predominantly Caucasian
suburban high school with an average of ten years of employment. Once they completed
the interviews, the researchers distributed the questionnaires. These questionnaires were
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based upon findings from the interviews. Blase and Long found that during the first three
or so years of a teacher’s career, they are fixated on developing the necessary skills to
manage, instruct, and socialize with their students. Once these skills reach a certain level
of mastery, teachers become more aware of and sensitive to the personal needs of
students, which in turn leads to the counseling role that teachers take on (Blase and Long,
1983).
In a study conducted through qualitative inquiry, Whittinghill (2019) gathered
data to answer the following research question: In what ways may music inform firstgeneration college students’ understanding and sense making of their social and
emotional competencies? This study sought to find out how music affects first-generation
college students’ social and emotional development. According to Whittinghill, the study
was developed around the hypothesis that “there would be certain connections between
music and first-generation college students’ social and emotional development”
(Whittinghill 2019, p. 2).
Whittinghill used three types of qualitative inquiry: online surveys, focus groups,
and semi-structured interviews. Through these methods of inquiry, it was found that
“music positively impacts students’ social and emotional development” (Whittinghill,
2019).
Acampora (2015) conducted a case study on how music and teacher research help
support the social and emotional development of preschoolers using a mixed methods
approach. The author attempted to “explore how the Circle of Education music-based
program can be used to promote and support social and emotional competence and school
readiness among preschoolers” (Acampora 2015, p. iv). The author used this music-based
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program as a tool inside the music classroom for 12 consecutive weeks. Acampora used
qualitative data to document findings. The researcher also used quantitative methods to
test the effectiveness of the program by comparing pre and post-test scores of social and
emotional skills between two different groups.
From the qualitative data, the researcher found that the Circle of Education
program “facilitated child engagement, connection to self and others, and that children
were able to integrate what they were learning with previous knowledge” (Acampora
2015, p. iv). It is important to note that the author chose to incorporate music into this
study and claimed that “using music in preschool curriculum is a powerful strategy for
assisting children’s brain growth and development while creating a fun learning
environment” (p. 3). This is relevant to my study due to the fact that I am looking at SEL
in relation to music education among young children.
In a study conducted at a rock and roll academy by Atkinson (2015), the author
attempted to examine the perspectives and experiences of teachers at an academy
designed to meet SEL objectives and standards. The purpose for this study was to provide
more research relevant to the existing challenges and unique circumstances that teachers
encounter when dealing with SEL. More specifically, this study was a qualitative case
study based on research gathered through observations and interviews that were
conducted with five teacher participants, all of whom work at the rock and roll academy.
It was found that before teaching at the academy, participants had a bias toward
teacher-centered approaches in their teaching. It was also found that participants placed
value in preparation and training. Atkinson suggested that teachers were engaged in
student-centered pedagogy and promoted social engagement within their classrooms. The
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last was that teachers demonstrated program commitment and attempted to focus on SEL
concepts. The information gathered is relevant to my study because it dealt with teachers’
perceptions on SEL and how teachers worked to incorporate SEL into their music
classrooms (Atkinson, 2015).
Studies of SEL at the Secondary Level
In a relevant case study on SEL and high school instrumental music educators,
Edgar (2012) explored a variety of high school instrumental music teachers and the ways
they responded to challenges associated with the social and emotional wellness of their
students (Edgar 2012, 2). Edgar used four instrumental music educators to aid him in the
completion of the data collection process. These four educators had positive reputations,
were a part of diverse settings, and had at least ten years of teaching experience. Edgar
collected five data sets, each of which were completed through interviews or observations
using the qualitative method. He asked two guiding questions: How do participants
(instrumental music educators, students, and parents) describe instrumental music
educators’ support of students? And how do participants articulate the unique aspects of
the instrumental music educator and instrumental music education classroom in regard to
supporting students with their challenges? (Edgar 2012, p. 3).
Edgar found that making time, being aware, listening, fostering the proper
classroom environment, humor, developing trust, modeling healthy interactions, and
demonstrating humility were all aspects and strategies used to provide support for
students. Edgar also found that the music classroom has its own unique features that were
all conducive to facilitative teaching and fostering support. Some of these aspects include
having the same students for more than one year, getting to know the families, being a
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member of the marching band, making music together, and the fact that music is usually
an elective. Edgar asserted that there are fundamental elements that teachers must possess
as prerequisites when providing support for students. These included experience,
parenthood, faith, and professional development. Edgar also stated that there are many
issues music educators face when planning support for students and that lack of
assistance is a barrier. Lastly, Edgar mentioned the perceived outcomes of providing
support for students. These outcomes were both positive and negative. Positive outcomes
included increased social skills, student belonging, and musical performances of a higher
caliber. Negative outcomes manifested from difficulty maintaining professional
boundaries between student and teacher, students sharing too much information, and
added stress (Edgar, 2012).
Carlisle (2008) conducted a qualitative study on the social-emotional climate in
secondary music classroom settings. The setting for this study included three different
secondary schools in Ontario, Canada. All three music programs offered diverse and
alternative learning experiences for their large ensembles. Carlisle used three different
methods for gathering data. Carlisle conducted interviews with music teachers and
principals, held formal and informal student focus group interviews, and used
phenomenological description.
The author found that the principal played a formative role within the school but
the music teacher is the one who had “direct and ongoing contact with the students”
(Carlisle, 2008). It was also found that the music teacher’s pedagogical choices were a
substantial factor when it came to the school’s perception, the music program, and the
relationship between administrator and music teacher. The qualitative data gathered
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showed that student behavior is based on the formative structure of each individual music
program. Lastly, a significant finding from this study was that the “pedagogical and
behavioral choices teachers make within formative structures significantly influence and
affect students’ experience of music in secondary school” (Carlisle 2008, p. iii).
Studies of SEL in the General Music Classroom
In a review of literature on music education and social emotional learning,
Küpana listed five components for how the two complement each other: music can be
used to stimulate emotions, music can be experienced aesthetically, music can be used to
relax the brain and to heighten the imagination, music-making and performing music can
be used as a type of self-expression, and music-making teaches students how to work
with peers. Küpana also found that there was a significant relationship between teaching
effectiveness and SEL skills (Küpana, 2015).
The author cited five components of emotional intelligence skills: self-conscience,
managing emotions, motivating oneself, recognizing emotions in others, and handling
relationships. Küpana included the five components of SEL according to CASEL later in
the article. The author concluded that SEL lends itself to academic success and higher
levels of achievement in students (Küpana, 2015). Küpana recommended that further
research — both quantitative and qualitative — be completed on SEL and its relationship
to music education.
In a qualitative study conducted by Sparks (1990), the author discussed the effect
of self-evaluation on musical achievement. Sparks used human subjects, all of which
were beginning wind instrumentalists. Specific areas of study were attitude, physical
playing fundamentals, and musical/technical skill development. The attitudes examined
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were students’ attitudes toward (a) school, (b) band, (c) instrument, (d) practice, (e) band
director, and (f) self. The behavioral/musical objectives tested for technical accuracy
were (a) tone, pitch, rhythm notes, and playing position (posture, hand position, and
embouchure). The other objective was (b) practiced at home.
Each student received an attitude questionnaire before data analysis began.
Additionally, each student was asked to play excerpts from their class work. These
excerpts were recorded, randomized, and later used for analysis. Sparks split the
participants into two groups, a control group and an experimental group. The control
group proceeded as normal while the experimental group used self-evaluation forms at
the end of each day. From the video footage acquired, Sparks found that there was a
greater percentage of on-task behavior from the experimental group. From the tests
administered, it was found that the control group test scores remained stagnant while the
experimental group had an increase in test scores. In the pre-experimental tests, results
showed that the control group scored higher in pitch and technique. In the postexperimental tests, there was no significant difference between the two groups.
Sparks concluded that the experimental group made more progress than the
control group overall and that some incorporation of self-evaluation can lead to an
increase in learning and can enhance the attitudes of beginning wind instrumentalists
(Sparks, 1990).
Summary
Among the research findings related to SEL and music education, studies
highlighted specific topics. Research suggested that empathy guided students in the
direction of success (Laird, 2015), that musical engagement began at an early age and
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was shaped not only through the music classroom, but also by the home lives of children
(Pitts, 2017). Findings also suggested that during the beginning of a teacher’s career,
teachers build skills in order to better socialize, manage, and instruct their students. Once
these skills have been mastered, teachers are able to understand their students’ needs on a
more personal level (Blase and Long, 1983). Furthermore, sources suggested music
classrooms have unique features, providing a conducive environment for SEL to take
place. Music teachers have the same students for more than one year and they are able to
make music together, which adds a layer of teamwork and group work (Edgar, 2012). In
addition, findings suggested that all teachers should be equipped to support diverse
student needs (Hendricks et al., 2014) and that there is a significant relationship between
social and emotional learning and music training (Küpana, 2015).
The implementation of SEL into music classrooms may provide students with the
skills and tools they need in order to better understand themselves, their surroundings,
and to be more successful in the outside world. While there is some research on SEL and
the music classroom, more exploration has been given to the performance aspect of music
rather than the educational aspect of music (Reimer, 1998).
In the current study, I examined the elementary general music classroom and
sought evidence of SEL experiences through interviews with teachers working in a
pandemic. In the following chapter, I will outline the method through which I gathered
data. A detailed description of the interview process and the research questions guiding
this project will be provided, also in this chapter.

Chapter 3: Methodology
The purpose of this study was to analyze teacher reflections of SEL experiences
in the elementary general music classroom. I attempted to answer two research questions:
1. How do teachers perceive SEL and describe characteristics of SEL related to
their classroom experiences?
2. How did each teacher’s philosophy of music education and personal musical
background shape their beliefs about SEL in the music classroom?
In order to collect the necessary data, I selected a qualitative methodology. The
following sections are as follows: (a) discussion of basic descriptive analysis through the
use of qualitative method, (b) research design, (c) setting, (d) participant selection, (e)
data collection, (f) data analysis, and (g) trustworthiness.
Research Design
In order to substantiate the subjectivity of SEL in the music classroom, I chose to
use a qualitative interpretive and descriptive approach (Merriam, 2002). This method
allowed me to gather data from a more subjective human experience and provided an
opportunity to describe findings in detail. Interpretive and descriptive analysis is a form
of qualitative inquiry that focuses on how human subjects interpret and perceive specific
phenomena (Merriam, 2002). The researcher is the main instrument and data are
collected through means of interviews, questionnaires, and/or observations. The strategy
is inductive, meaning the researcher is analyzing data as it is collected in order to find
common patterns or trends. The researcher provided an in-depth explanation and
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description of the setting in which the interviews/observations took place and provided
evidence from their conversations with said participants, as well as support from the
reviewed literature (Merriam, 2015).
Setting
Interviews were conducted over the course of a six-week period. Each participant
shared which day of the week worked best for them. The second set of interviews were
conducted during the second week of the study. Subsequent interviews were handled
differently due to the fact that I was no longer gathering background knowledge and
information. The next round of interviews consisted of a different set of questions.
Remaining interviews took place in subsequent weeks of the study. During our last and
final interview session, I gave each participant the chance to share any additional
information that might be beneficial to the research and thanked them for agreeing to help
me with this project.
Participant Selection
With assistance from my advisor, I selected four teachers with a focus in
elementary or general music. To provide diversity in data, I sought male and female
participants, each with one to five years of teaching experience. Each of these teachers
also had at least some prior knowledge of SEL in the music classroom. I informed them
in advance that their personal names would not be used in my writing and that they would
be referred to by Participant A, B, C, and D. I solicited participants via email (Appendix
H). I obtained approval from the IRB committee at Belmont University in order to
conduct this research.
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Data Collection
I conducted interviews through video conferencing software. The recorded
conversations were automatically converted to text, providing transcripts for data coding.
I held weekly interviews through video conferencing software with each of the four
participants I acquired. I constructed a questionnaire to ask for the initial interview. The
questionnaire for each initial interview consisted of broad questions (Appendix B).
Topics of conversation ranged from teaching music virtually through a pandemic (such as
COVID-19) to professional development and individual music education philosophies.
We also discussed their own personal musical and educational backgrounds, how long
they have been teaching and at what age level, and whether or not they could recall
examples of emotional experiences they encountered through music.
Subsequent interviews were handled similarly; however, there was a separate
questionnaire used for these interviews (Appendix B). Later meetings consisted of more
specific questions pertaining to the five components of SEL. I would ask them to think of
an example for each component that took place in their classroom throughout that week.
In these meetings, I also attempted to have more personal conversations to study teacher
perceptions of SEL and then sort the responses using the SEL categories. During the
interviews, both formal and informal conversations took place. We were able to have
conversations about students and would also have discussions that were more personable
about the participants’ own life experiences. Data were coded and themes emerged. I
looked for trends and correlations between the responses I received and characteristics of
SEL strategies. The information was coded among the five categories that CASEL uses to
define SEL: self-awareness, self-management, social awareness, relationship skills, and
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responsible decision-making (CASEL, 2020). I asked the four participants to share any
documents with me that could aid my research. Some of these documents included lesson
plans, syllabi, schedules, and artifacts of this nature.
Data Analysis
Analyzing the data, I sought to identify the presence of the five categories of SEL:
Self-Awareness (recognition of self), Social Awareness (recognition of others), SelfManagement, Relationship Skills, and Responsible Decision-Making (CASEL 2020).
The five categories guided the coding of data in transcripts and observations.
As data were coded, I utilized two methods of organization. First, I decided to use
a color-coding method, reading through each transcript and highlighting each element of
SEL discussed in our interviews. Second, I labeled each with the corresponding
abbreviation representing each skill as discussed above. As I analyzed each transcript, I
began to notice patterns and themes related to each characteristic of SEL. I was able to
find connections between the experiences of multiple participants. Throughout the coding
process, I analyzed each of the five SEL components in order to answer the research
questions:
1. How do teachers perceive SEL and describe characteristics of SEL related to
their classroom experiences?
2. How did each teacher’s philosophy of music education and personal musical
background shape their beliefs about SEL in the music classroom?
Trustworthiness
Glesne (2014) says that “trustworthiness is about alertness to the quality and rigor
of a study, about what sorts of criteria can be used to assess how well the research was

22
carried out.” In order to gain trustworthiness, I shared my findings in Chapter 4 with my
participants so they could confirm accuracy. I planned to carefully consider my
objectives and research questions in order to minimize assumptions about what was
happening in the experience. I attempted to analyze teacher perspectives to determine
how their experience resembled the five characteristics of SEL. The purpose for this was
to increase accuracy and credibility in my research. I also conducted a peer review with
my primary advisor — who has experience with qualitative research — to increase
reliability and identify bias.

Chapter 4: Analysis of Data
In this chapter, I will discuss themes that emerged in the data collected from
interviews with the four participants, referred to as Participants A, B, C, and D. I
analyzed interview transcripts and coded the data using the five characteristics of SEL:
Self-Awareness, Social Awareness, Responsible Decision-Making, Self-Management,
and Relationship Skills. Additionally, I will discuss themes related to teacher philosophy
of music education and personal background.
Participants
Participant A was employed in an urban school district and had taught for four
years. After two years as a band, choir, and general music teacher, they moved to the
current position as an elementary music professional. Participant A began musical study
at the age of six and later earned an undergraduate degree in instrumental music
education. Participant A emphasized an emotional connection to early music training. As
a youth, they studied with a piano teacher who wrote a set of nocturnes dedicated to
Robert Schumann. For Participant A, witnessing the process of composition through their
teacher was a significant influence on their interest in music.
Participant B was a first-year teacher at the elementary level and was a vocal
music education major in undergraduate studies and began teaching directly after.
Participant B began musical study in elementary school and experienced their first
emotional experience with music in elementary school when a fellow student told them
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that they had a good singing voice in front of the whole class. This teacher supervised
grades K-5 general music and was teaching completely in person, despite the pandemic.
Participant C was an elementary music educator who began teaching directly after
graduating from college in 2019 and had taught at the same school through the time of
the study. They received a bachelor’s degree in the area of music education in both vocal
and instrumental music and participated in many ensembles at their institution.
Participant C described a time when they had an emotional experience with music when
they were performing with their college choir.
Participant D received a degree in music education and was also a percussionist.
They showed interest in being a band director; however, after student teaching, they
found a desire to teach elementary music. Participant D worked for a Title I school,
meaning that most of the students would be considered financially disadvantaged.
Participant D described an emotional experience related to music from their time in high
school and spoke about how their band director inspired them to enter the field of music
education.
Philosophy of Music Education
A philosophy of music education specific to each teacher forms the beliefs and
opinions that each music educator holds when dealing with their own music classroom
and the way it functions. In a philosophy of music education, teachers discuss what they
incorporate into their classroom and how they plan to inspire children through music.
Participants described student-centered focus as a primary part of their philosophy of
music education. Participant B expressed:
I believe that my main purpose of the day is not so the kids walk away with
more musical skills or abilities, but so that my kids walk away with more
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confidence with more passion for what they’re doing with more skills and being
able to interact with the people around them, and I believe the music classroom
is a perfect place for them to do that.
Participant A discussed their philosophy of music education by explaining their
belief is that music can be for anybody — no matter where you come from, you can find
something that you like about music.
In the description of their philosophy of music education, Participant B noted that
they do not teach because of their love for music; rather, they simply use music as a
means in which to teach. Participant B stated:
I would use the sentence that I do not teach because I love music, I use music as
my means to teach and I feel like I am just a natural born educator and teaching
students is something that is a passion of mine and music was what I chose to
teach students with because of the history of me being impacted by music and it
becoming something that was really central and important to me. It made me feel
important, it made me feel special, and it really helped me nurture and grow my
confidence for myself and my belief in my own abilities. And since it did all that
for me and since I already knew I was going to be a teacher, it was a pretty
obvious transition into me teaching music. And I believe that my main purpose of
the day is not so the kids walk away with more musical skills or abilities, but so
that my kids walk away with more confidence, with more passion for what they’re
doing, with more skills, and being able to interact with the people around them.
And I believe the music classroom is a perfect place for them to do that.
Participant B stated that they wanted to be a teacher from a very early age; music
was where they performed the strongest and found the most success. The objective
Participant B hoped to achieve as a teacher is for students walk away with confidence and
skill that can be used in everyday life and knowledge that helps form them into wellrounded individuals.
Participant B commented on an early memory they had that was both a musical
experience and emotional experience. Even though Participant B did not remember much
of their time in an elementary music classroom, they did remember when they were
singled out by another student for having a good voice and being a skilled singer in the
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first grade. This was a profound experience for Participant B because it was the first
memory they had of realizing they were successful at something pertaining to music.
Participant C’s philosophy of music education was about teaching the whole
child, not just the parts of the child that are convenient or easy to handle. Helping the
whole child feel connected to the whole world was another significant point that
Participant C made in their response. Participant C stated:
My philosophy is centered around teaching the whole child. And also, especially
right now, making them and helping them feel connected to the rest of the world
since everything is so disconnected. So, dropping in and bringing in a lot of
cultural aspects from around the world and also hitting on cultural aspects that
sometimes don’t get all the light from our own country as well.
In order to do this, Participant C focused on concepts like anti-racism and
teaching other cultures’ music. Participant C talked about an emotional musical
experience they had when seeing Yo-Yo Ma perform live and how obvious it was that he
just wanted to spread music around to anyone who would listen. Another experience
Participant C talked about was how impactful the words were in a song they performed
during a choir concert. Participant C remembered physically feeling the emotions so
much so that they almost broke down in the middle of the concert.
Participant D discussed a specific philosophy of music education that they abide
by in their classroom. They said they tried to give musical experiences to students
without expecting all students to become musicians later in life. In addition, Participant D
tried to foster a love for music in their students and felt as if they will have accomplished
their goal if the students can leave elementary school being able to match pitch and sing
in their community. Participant D described their philosophy as follows:
Since I’m in the elementary school level, I think it’s different than if I were to be
teaching high school. I think in an elementary school, my goal is to just give
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musical experiences to the students. . . I don’t expect all of them to become
musicians, so I don’t have an expectation of them being perfect at playing. Like,
as long as they’re getting the experience and enjoying the music. . . The whole
thing is that they leave elementary school, they can match a pitch, can sing in
their community, and kind of branch out and just be musical.
This teacher also discussed an emotional experience they had in relation to music.
Having a high school band director who was a skilled motivator significantly impacted
Participant D. This feeling of motivation at an early age helped Participant D decide to
pursue music education as a degree and a career. Participant D cited participation in large
ensembles, particularly bands, as the most enjoyable experience of their undergraduate
degree.
All teachers described a significant instance in which they experienced musical
affect — the feelings, thoughts, and emotions associated with learning about,
participating in, and performing music. It was true that each instance recounted by the
four participants all took place at different times in their lives and occurred in different
musical settings. Participant B spoke of a time in first grade music class and Participant C
recounted an instance when they were a member in a collegiate choir whereas Participant
D described their high school band experience and Participant A described an emotional
experience they had while taking high school piano lessons. While affective musical
experiences were important to each participant’s development, it was inconclusive
whether or not these individual experiences shaped their beliefs on SEL in the music
classroom.
Self-Awareness
Self-Awareness is defined as being “the ability to understand one’s own emotions,
thoughts, and values and how they influence behavior across contexts'' (CASEL, 2020).
Self-awareness increases the amount of confidence and purpose students feel. Through
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the interviews conducted, self-awareness was difficult to identify as students had been
interacting through a computer screen and not in-person.
When discussing self-awareness with the four participants, two had difficulty
providing examples because they were not interacting with students in-person. The
virtual environment created a barrier for the teachers’ assessment of student behavior,
causing difficulty in realizing self-awareness. However, the examples that were given
were all relevant to students understanding how their emotions and behaviors affect
themselves and their peers.
Participant C discussed interactions with students that occurred during virtual
teaching. Video conference software contains a feature that allows students and teachers
are able to chat during class. Participant C tried to heavily emphasize the difference
between positive and negative emotions during their lessons. During class, Participant C
allowed for student-teacher interaction by having them discuss what it means to feel sad
and some of the coping strategies that might come along with processing through that
emotion either through the chat or by raising their hands on screen. The class talked about
how to help one another label and process through these specific emotions. Participant C
said:
From the beginning of the year, I’ve been heavily, like whenever there is conflict
or a chance for the kids to give each other advice on how to handle the emotions, I
do that, and this time, when we talked about sadness and the coping strategies we
have, I have a lot of participation, both in the chat with them typing, as well as
raising their hands.
During Participant C’s lessons, there were ample class discussions and students
seemed to be processing and understanding the differences between feeling happy and
feeling sad or feeling excited versus feeling afraid. In relation to the five CASEL
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components of SEL, being able to identify one’s own emotions is one of the criteria for
self-awareness.
Participant B described a five-year-old student in kindergarten who sometimes
struggles with patience. The rule in Participant B’s class is that in order to be recognized,
students need to be sitting down in their seats and quietly raising their hands. If a student
is shouting out or standing up, they will not be chosen to participate. In this specific
example, this student would always sit on one leg in their chair and would call out and
raise their hand wildly in order to be noticed. The goal was to be called upon; however,
since this child was not following the rules, they would not get selected. The student
responded unfavorably, attempting to draw attention to himself. Eventually, after some
reinforcement by Participant B, this student took the initiative to behave correctly by
sitting down in the seat and raising their hand quietly. Sometimes, even after changing
this behavior, this student would still be passed over by the teacher. Eventually, the
student demonstrated improved behavior and became aware that their behavior affects
their participation in class. When explaining this situation, Participant B said:
So I had a big success in kindergarten with two students in particular this week on
Thursday and I’m going to use one of them. So this little boy is very emotional;
he’s five. One issue that I, up to now, have had with him is he sometimes
struggles with patience. So, for example, I’ll ask if somebody would like to do
something and everyone will raise their hand and I communicate with the students
that they don’t get called on unless they’re sitting on their bottoms, raising their
hand, and they’re being quiet. And so, he will start off by [like] sitting up really
high, waving his hand, and [like] being loud and I won’t call on him. Well then,
he’ll start spiraling and start crying and wailing and grumbling and crossing his
arms and glaring at me and stuff like that because I didn’t call on him the first
time. And he’ll keep raising his hand but if he keeps making noise and he doesn’t
get called on, he starts crying and it’s just a rough cycle. So I explained to him
every day “remember to raise your hand quietly and that’s when I’ll call on you.”
Well, this week he really raised his hand quietly every single time and not only
that, but he didn’t even get called on for some activities. You know, some of them
there’s only like four people who can come up and do something. And he didn’t
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get called on for them, and he did not complain even once, and so I made a big
deal out of that and I think that he’s starting to realize how his actions are
affecting how much he participates in class.
Most of the participants also made the claim that self-awareness is more prevalent
in the higher elementary grades. Kindergarten and first grade students were unable to
explain how they feel and why they feel that way. As the children matured, they begin to
recognize patterns and realize how certain behaviors can affect not just themselves, but
the entire environment and the other people present. Participant D talked about a system
that is used in their school for behavior. If a child behaves correctly and does what is
asked of them, they receive “all smiles” for the day, meaning they did not have any
behavioral issues that day. Participant D cited a student who often had behavioral
problems but received “all smiles” one day at school. This child realized on their own
that they had made an improvement in that area.
When dealing with self-awareness, Participant C also shared this example with
me. The class had been working on bucket drumming in music class and one student
became frustrated by all of the noise happening in a fairly small space. The teacher
paused class for a few minutes to discuss what students can do if they are being
overstimulated. The student can show the teacher that they need to wear the sensory
headphones to block out some of the noise going on around them. If the class was inperson, Participant C also reminded them that they can step away and go over to the
peace corner , an area of the room used for self-reflection and used to help students calm
down if they are feeling overstimulated. Participant C described the significance of a
kindergartener who was able to identify how they were feeling in the moment and ask for
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what they needed. Participant C said that not many children of that age are aware enough
to reach out when overstimulated.
Participant A also mentioned an example of self-awareness that their students had
shown since returning to in-person teaching. They described a section of their classroom
that is slightly separated from the rest of the room. It is a small alcove where students can
go if they need to remove themselves from the rest of the group and be alone for a few
minutes. In the past, this teacher has seen some students stand up, grab a five-minute
timer kept near this area of the classroom, and start the timer on their own. They do not
disrupt class and are aware of how they are feeling internally and make the conscious
decision to help themselves.
The information gathered showed the complications of teaching remotely and
provided evidence that most teachers prefer interacting with their students in-person.
Most of my participants felt as though online teaching is not as effective as in-person
teaching. Participant B said:
So, with the virtual students in my district, they were so focused on like “are these
kids even engaging in school at all.” We do not have a good, efficient system to
do that. A lot of our kids are living in poverty and don’t have Wi-Fi or computers
at their house. And if they do have wifi or computers at their house, they don’t
have parents who are telling them to do anything, so they’re not doing anything.
It’s still summer for them. We had kids who weren’t engaging in anything. They
weren’t looking at anything, they were completely off the map. And therefore,
were failing and we couldn’t keep them accountable because they weren’t
involved. All that to say, music was very bottom on the list of things that they
needed to focus on.
In response to this same question, “Do you feel as though remote learning has
been effective in reaching your students?” Participant C said this:
It’s not equitable. The students that are engaged, that are doing the work, I think
that they’re having a great time and I’m getting a lot of great responses from those
parents, too, but the students that like don’t turn their cameras on and they’re not
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turning in work, I can’t say that they are having any kind of meaningful
experience.
The lack of normalcy left a tremendous impact on the social and emotional wellbeing of students. Students are struggling to get their basic needs met and because of this,
educators are taking on that responsibility in the ways that they can.
This is just as big of an adjustment for our students as it is for us, as teachers.
They are navigating challenges of losing their peer connection, social circles,
organizational structure to their day, mentors, and routine. We need to lead with
empathy as we attempt to instruct our students remotely. While we are unable to
authentically replicate the musical performance of our ensembles, we can
continue to nourish our students socially and emotionally. Each of our students
are unique and have varied opinions and perspectives about the disruption,
cancellations, taking ownership of their own learning, and developing
independence. Understanding this spectrum of emotions, and allowing space
where all voices are valued is essential to continuing to reach our students (Edgar
2020).
It was clear from participant’s responses that a student’s ability to recognize and
label emotions was a determining factor in their success in the classroom. Participant B
mentioned that some of their students were beginning to make changes once they noticed
how their own actions and behaviors were influencing those around them. Students also
became more aware of how their own behavior could be a determining factor in how
much participation time they received during class. It seemed as though Participant A had
a difficult time when asked to give examples of self-awareness in their class due to the
fact that this prompt often had no response. One of the themes that emerged from the
collected data was that self-awareness skills increase with age and maturity. It was
mentioned multiple times throughout the interviews that students had an easier time with
self-awareness in the upper elementary grades. The older elementary students were more
aware of how their behavior affected others and what their behavior warranted. The
responses received dealt with students being aware enough to correct their own behavior,
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which made the line between self-awareness and self-management responses slightly
blurry.
Social Awareness
During the interviews, I asked participants about the second element of SEL,
social awareness. Social Awareness, defined as including “the abilities to understand the
perspectives of and empathize with others, including those from diverse backgrounds,
cultures, and contexts” (CASEL, 2020). All four of the participants were able to recall
examples of social awareness and relevant examples in their classrooms.
Participant A described an example of social awareness in their virtual classroom.
At times, teaching through the computer allowed for students to become easily distracted,
resulting in challenges for classroom management. Participant A described times when
students would unmute their computer microphones and talk over the teacher. In order to
eliminate this problem, Participant A sometimes muted all of the student microphones.
However, as time passed in the session, the students became more aware that their
behavior was distracting to the teacher and their peers. Participant A said that students
gained social awareness and displayed less undesirable behavior. Participant A also stated
that they tried to relinquish some of the control when it came to muting microphones.
They wanted to give the students a chance to make the right decision and mute their own
microphone before doing it for them. This allowed for a more friendly environment
without students feeling like they have no control over the situation.
Participant B discussed an instance in their classroom when social awareness was
evident. This teacher explained that they start most of their classes with the “Hello Song.”
This song is an introduction to class, helps students get focused, and begins the period
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with interactive music. It is a call and response song in which the teacher begins and the
students echo each line. As students became more familiar with the song, Participant B
allowed students to get up and lead the song for the rest of the class and have the other
students join in. As students experienced what it is like to be in front of their peers and
get the chance to stand up in front of a group with a leadership role, they began to realize
that it is not as easy as it looks. Some students were apprehensive or forgot some of the
words. They were learning that being in front of an audience can cause nervousness that
affects performance.
Participant B had taught their students to encourage their peers when someone is
brave enough to get up and lead the “Hello Song.” This resulted in support for their
classmates even if they were not the one leading the song that particular day. Participant
B talked about the social awareness that students display when they first log into their
virtual class. Students took the initiative to speak to their classmates and their teacher and
say hello, even if they did not know everyone very well since they have not physically
been at school very much this year. Here is how Participant B explained this scenario in
our interview:
We sing the Hello Song and the Goodbye Song and I think I told you a couple
weeks ago that I started having kids lead that. Yeah, and so the kids are starting to
lead that and they’re starting to slowly realize how nerve-wracking it is to sing by
yourself in front of a group of peers, because they’ll be so confident and want me
to call on them so badly and then they stand up in front of the class and absolutely
freeze and forget every word. And so it’s been a few weeks of us doing that,
where I’ll let the kids lead and the kids are starting to realize that it is really
nerve-wracking to go up there, because they used to be like “I can hear you” and
stuff like that. But now, [like] we’ve discussed that it makes you really nervous
and you forget everything you know when you get up there, so [like] the kids
have started to become a lot more encouraging to the kids who are performing. So
they will be [like] “you got this, you can do it” which is good to see for a couple
of reasons. First of all, they’re realizing that it takes a lot of courage to go up in
front of a group of people, but they’re also realizing that, even though they don’t
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get called on for something, they can still have the opportunity to encourage
someone who has been selected for something.
When discussing social awareness, Participant C mentioned a time when they
were having a discussion with their class about Mozart and a child asked if Mozart was
dead or alive. Participant C explained that Mozart lived a long time ago and died at an
early age. The student felt compassion and displayed this through their response:
What was it, third grade, on Tuesday, when we were going over the variations of
songs, I also told them about Twinkle, Twinkle, Little Star and how Mozart
created the melody for the variation on that melody back in the 1700s or
whenever he wrote that piece. And then I was talking about Mozart, and they
asked “is he alive or is he dead?” And I asked “well, he passed away. I mean he
lived in the 1700s so he’s not alive anymore,” and one of the students in the chat
was like. . .well, let me read it for you, let me pull it up. She said “oh, he’s long
gone, but rest in peace” with [like] a heart, and I just thought that was really kind
of her to say and just being empathetic to someone who she doesn’t know.
Participant D focused on a moment in class when students were taking turns
performing on the drum kit. Students felt nervous about doing so in front of their peers
and each time the teacher mentioned playing the drum kit, students were hesitant.
Through time and experience, students learned that encouraging their friends to be brave
and do something out of their comfort zone was beneficial in helping peers to be less
nervous.
Okay, social awareness. Well, you know, with the drum kit, you know, a lot I
noticed the first couple of days we did it, a lot of kids didn’t want to play it and it
wasn’t because they weren’t interested in playing the drum kit, it was because
they had to get up in front of the class and play it, and so we had a discussion
about how we’re not performing, we’re just taking turns. I don’t expect us to be
perfect drummers when we go up there, and you don’t have to do much at all.
But, if it makes it easier for you “do we all promise to be really nice to each other
when we go up there?” and they were like “yeah” so I had a lot of classes [like]
cheering people on when they went up there and encouraging them. And I just
feel like that’s social awareness of how their friends can be really nervous and
how nerve-wracking it is to go up in front of people, and so they have to be aware
of how their actions are affecting others in a way of, you know, being
encouraging and empowering to other people.
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It was found that when dealing with social awareness, teachers heavily
emphasized encouraging peers through difficult or nerve-wracking activities. The
responses I received regarding social awareness were about students realizing how their
behavior affected those around them. A theme from the data seemed to be that
participants associated social awareness with encouragement. Both Participants B and D
spoke about classmates encouraging one another when doing something out of the norm
or uncomfortable, such as performing in front of peers.
Self-Management
CASEL labels self-management as the third component of SEL. Self-management
is defined as “the abilities to manage one’s emotions, thoughts, and behaviors effectively
in different situations and to achieve goals and aspirations” (CASEL, 2020). Even
through virtual learning, teachers were able to easily recount examples of students
demonstrating self-management.
Participant A described scenarios where students reached out through text or
email to let them know if they are upset or not doing well on that particular day. This was
especially noteworthy as some of the students have yet to meet their teacher in person or
have had little to no interaction with them. By reaching out to start a conversation and
allowing their teacher to play that role in their lives, students open the door for empathy,
connection, and authentic conversation. Participant A seemed to be very pleased with
students taking it upon themselves to reach out in this way. They expressed their approval
by saying:
I've got people who are asking me about my day and it's like saying hey I'm
upset and it's cool to be able to see that I'm like at that position for them. That,
even though we haven't gotten to know each other, like super well that they're
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comfortable saying like I'm upset and I can say, like oh like you know what's
making you upset.
Communicating feelings to the teacher is an act of self-management because it
demonstrates that students are monitoring their own emotions and choosing how to
handle them in appropriate ways. In other words, the students are seeking out the help
they need in order to take care of themselves in a moment of crisis.
Participant B referenced self-management in their classroom by telling this story.
Students sometimes were given handbell instruments to play during certain periods of
class depending on what activity is planned for the day. At the beginning of the year,
Participant B started by handing each child an instrument and then immediately
demonstrated all the different ways that they could break the instrument. The students
could cause a spring to come loose or they could pull something apart if they stuck their
hand in the bell. Participant B then told the students that if they were seen exhibiting any
of these types of behaviors, they would lose the privilege to play the instrument because
Participant B would assume they were trying to break the instrument they were given.
Participant B also explained to the students that they needed to take a minute to
think about the decision they wanted to make. Their options were they can hold the
instrument in a way they have not been instructed which will result in loss of privilege or
they can follow the directions, keep the instrument, and play it for about twenty minutes.
Participant B said the progress and improvement made in this area since the beginning of
the school year was “exponential.” The students monitored their own behavior and
managed their use of the instruments in order to retain their privileges. When explaining
this situation to me, Participant B stated:
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Every day, when you give a boomwhacker to a third grader, the first thing they’re
going to want to do is play that instrument very loudly immediately, and this has
been a struggle throughout music class, because I, you know and they know my
expectations now, though, because we’re like 22 weeks into school. They know
what to expect, so I make sure that they are the most successful as they can be, so
I explained. What I tell them is “I’m going to teach you how to break this
instrument” and so I go through the process of telling them every single thing that
they could break on my instrument.
Participant B continued by explaining different ways in which students could
possibly break the equipment:
And, so like, for the handles, for example, the easiest way to break is just stick
your hand up inside of that handbell, because you can pull the ball off that rings it,
and you can also pull that spring and the spring will get big and then it won’t play
anymore. So I’d be like “if you put your hand inside of the bell, I’m going to take
it away from you, because I’m going to think that you’re not following my
instructions and you’re breaking it.
Participant B then discussed how the students were monitoring and controlling
themselves when faced with the decision of how to handle these instruments.
And, so I mean, with instruments, those kids are managing themselves every
second that instrument is in their hand. And they do a great job of it, like it’s
incredibly impressive how much they’ve grown from the beginning of the year
until now. They can monitor those behaviors and they make a decision when they
get the instrument in their hand of whether or not they want to have self-control.
They can play it right away, but what I’ve taught them is it’s not worth it. “You’ll
either get to play this instrument for 20 minutes and follow directions or you can
play it and not follow directions, then only have it for three seconds, and then you
have to sit there for 20 minutes, with no instrument. So, they really have to
monitor themselves when it comes to holding those instruments and doing that
and they do a fantastic job of it. I rarely have to take away instruments anymore,
some of the kids just set it on the ground because they know themselves.
During our discussion about self-management, Participant C explained how this
concept was implemented by their school through using a strategy called peace corner
that helps students regulate their emotions and feelings. If a student feels out of control or
highly upset, they can remove themselves from class for a few minutes, go to the peace
corner, and calm down. At first, students would try to misuse the peace corners and
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would enter the space to misbehave or cause disruption. Once the peace corner became a
schoolwide system, students began to manage themselves and use the space
appropriately.
Participant C specifically talked about their fourth graders and how those kids
have been having quite a bit of trouble in their interpersonal relationships. In these peace
corners, there are usually exit slips or a worksheet to complete so the student gets a
chance to explain why they felt the need to come over to the peace corner. This process
helps the student label their emotions and discover some possible coping strategies. If the
child was having problems with someone else in their class, it also gives them some time
to reflect on how to approach their peer and try to talk to them about what happened. As
mentioned previously, the self-management component was difficult for teachers to
assess through a computer screen with no in-person interaction.
Participant D described a time in their classroom when the students were playing
bucket drums. One student repeatedly played the bucket drum while the teacher was
trying to talk or explain something to the class. The student recognized that playing over
the teacher was inappropriate behavior. They then displayed increased attention to their
own behavior, asking the teacher about their performance at the end of class. Participant
D asked the student the same question in return. Participant D gave the students some
prompts so that the student can answer the question on their own such as “Did you play
out of turn? or “Did you talk while I was talking?” Normally, the student would know if
they were well-behaved or not and once they have come to a conclusion on their own, the
teacher will join and share their own thoughts. When sharing this story with me,
Participant D stated:

40
Bucket drumming with third grade. Same kind of thing, like I’ll have them
working in partners and they’ll hold themselves accountable for not doing the
right thing. There’s this kid, Pedro, that’s his name. And he always plays when
I’m talking, but I think he has a new classroom system now where it makes him
more conscious of what he’s doing, so at the end of every single class he’s like
“was I good today?” and I’m like “I don’t know, you tell me.” I made him tell me.
I’m like “well, are you talking out loud when I was supposed to be, were you
playing when you weren’t supposed to be?” So, he really started to self-manage
himself.
Participants responded with examples of students managing behavior and
managing emotions. Those were the two primary concepts about which we conversed.
One of the examples that Participant A mentioned was something that students were
doing outside of class, which meant that Participant A as the teacher did not necessarily
have any control over this. Two of the participants (Participants B and C) — which in
this case is half of the sample size — had to ask for clarification about what selfmanagement meant or included. It can only be inferred that these teachers would not
know how to correctly implement this aspect of SEL or know how to implement it at all
into their classroom if they did not fully grasp the meaning of self-management prior to
our discussion.
Responsible Decision-Making
The fourth component of SEL is Responsible Decision-Making. CASEL (2020)
describes responsible decision-making as “the abilities to make caring and constructive
choices about personal behavior and social interactions across diverse situations.” This
element was widely explored during the interviews with each of the four participants.
Each teacher came up with a detailed example of students making responsible decisions
whether they had been teaching in-person or online. The first example of responsible
decision-making was as follows.
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Participant A had been teaching online this school year and would sometimes
send a link to the students for a game related to their specific lesson that day. At first,
Participant A tried to wait until the end of class time to send the link so that once the
students started playing the game, they would not have to worry about getting back onto
the Zoom meeting for class. However, the more frequently this happened, Participant A
became more strict about when they would share the game link with the class. Participant
A found that students were assuming responsibility and leaving the Zoom meeting to
spend the allotted amount of time on the game. When time was complete, they would
rejoin the class meeting and proceed as normal. This may not seem like a difficult task,
but with elementary students, time-management and being proactive are challenging
endeavors. Participant A also spoke about this example when discussing responsible
decision making:
I think the one straight off the top of my head that always falls under that like,
especially for in person is choosing where to sit. As much as I can, I don’t use
seating charts. It’s a double-edged sword, because I feel like I learned names
slower than, you know, when they’re not in a predictable place for me. But, being
able to say “I’m going to let you choose as long as you know, you’re making
good decisions” and having a second grader kind of like mentally, I could kind of
see him note “oh, my best friend, that is probably going to get me in trouble
because I’m going to talk to him, is sitting right there.” He went and moved
himself [like] kind of as we were coming in, because, you know, just kind of
being able to say, “hey, just make sure we are making smart decisions with where
we sit. You can scoot yourself back to a different row so you’re not by someone
who’s going to get you in trouble.”
Participant B described an instance in which a kindergarten class was
participating in an interactive game on the white board. During activities like these, not
every student will be chosen to walk up to the board and have a turn of their own.
Toward the beginning of the school year, students would become exasperated and upset if
they were not chosen to take a turn; when one of their peers was called on, they would
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throw a fit and complain that it was not them instead. Participant B took time to further
explain that not everyone can have a turn for every activity they do in class and instead of
complaining and being unhappy about it, students should support their friends and be
encouraging. Once some of the students understood and started verbally encouraging
their friends who were chosen to participate in the game, the rest of the class joined in
and praised and encouraged along with them. Participant B said this:
We have a lot of turn-taking in my classroom and the thing is, the reality of it is
not everyone’s going to get a turn. And I honestly felt really bad about that when I
was first teaching the first several weeks, because the kids would get crushed if
they didn’t have a turn, but now I’m like “the less turns we take for things, you
know, if only four people get a turn for this activity, then we can do another
activity that has more chances anyway.” Today, with kindergarten, I had an
activity that was just like a little drag interactive thing on the board, and there
were only four squares, and so the kids would be like “awww” when they didn’t
get picked and I’m like “it makes me sad whenever you make that noise and
complain when you don’t get picked for something, because I want you to be
happy for the people who got picked.” And so, when there was one kid who
started encouraging, they were like. . . a person got picked and they’re like “yay
David!” I was like “I love how encouraging that was” and so then, for the rest of
that class, they’d be like “yeah good job!”
This was an example of responsible decision-making because it showed that
students were not only thinking about themselves but had listened to the advice and
instruction that Participant B had given.
When asked about an example of a student demonstrating responsible decisionmaking skills during a musical activity, Participant C discussed the composition unit they
had been working on through Zoom. Students are asked to physically write out all the
notes and rhythms which predominantly consist of quarter, eighth, sixteenth notes, as
well as drawing some rests. For the students who actually did what they were told, the
task was easier and more exciting for them to show off their work to the rest of the class.
It was also helpful and beneficial for them because that meant they were getting more
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practice time with notation and would be better at it later on. Participant C described the
children who chose to write out the notes and rhythms as responsible decision-makers.
Even though the teacher could not see what they were doing through the screen the entire
time, they still chose to do their work and do what had been asked of them. Participant C
said:
When we composed. . . half of them are drawing the notes like I asked them and
then the other half, even though I’m asking them to get a pen and paper or their
whiteboard out, they’re just sitting there and then they’re not actually practicing
those writing skills. So, for the kids who are doing the writing skills, not just
looking at the rhythms and saying the rhythms off the screen, actually sitting there
and drawing the quarter notes, the eighth notes, the rests, all of it; we worked on
16th note patterns in the last week with third and fourth grade. And those kids
who were doing it and were showing their responsibility and the decision making.
“You know, I’m not just going to sit or put the teacher on mute” because there are
a couple kids who do that and it’s really frustrating.
Participant D recounted a time when students were having difficulty staying in
rest position and following directions about when and when not to touch the instruments
in front of them. After training the kids to keep their hands in their laps until instructed
otherwise, Participant D saw some improvement in this area:
So, the kids are playing this, I’m trying to teach them how to get out the
xylophone and [like] treat them right and you see it all the time whenever we have
instruments, like kids will always just want to [like] play with them before we
start and I’m like “hey, don’t play, put your hands in your lap, go to rest position,
put the mallets on your shoulder.” This week I didn’t have to say anything.
Especially with this one fifth grade class where the same kid. . . he tries to fight
everybody. . . I noticed them [like] holding each other accountable. We have the
school thing, it’s like “be safe, be kind, be responsible, be engaged.” So like
you’ll hear them tell each other “hey, that’s not responsible, that doesn’t match
our school.”
One theme that emerged from the data is that examples provided for responsible
decision-making were very similar to responses given for self-management. Responses
given were related to students paying attention, completing their work, and respecting
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equipment in the music classroom. Participant B needed an explanation on responsible
decision-making before answering the question. Teachers seemed to have an easier time
responding to this component of SEL.
Relationship Skills
Relationship skills are the fifth component of SEL and are defined as “the abilities
to establish and maintain healthy and supportive relationships and to effectively navigate
settings with diverse individuals and groups” (CASEL, 2020). Due to the pandemic,
noticeable instances of relationship skills have become limited. Unless the participants
were teaching in-person, the responses I received about relationship skills were in
relation to virtual learning rather than in-person interactions.
When discussing relationship skills, Participant A said:
As we’ve gotten more people on these calls, it’s been fun to see kids react to other
kids coming in. We had a couple people who had not been on before and it was
fun to see people be like “oh, he’s here!” Like everybody definitely misses their
friends and getting to see people that they haven’t seen in a while is always a
treat. And I feel like that could also be a thing that’s unique to related arts.
During our interview, Participant B said:
I would say that is a constant choice in relationships, because what I tell them
before they start is “if you want to play the game, but you do not want to dance
with certain people, is that going to hurt their feelings when you get to them and
you refuse to dance with them? Yes. Okay, so, you’re going to. All you have to
touch is arms. You’re just going to swing around and I guarantee you that at the
end of it, you’re not going to be dead.” And so, especially third graders, they’re
like, a boy touching a girl is just [like] the most scandalous thing in the universe,
so [like] you’d be like, “listen, if you don’t dance with the people that you’re
assigned to, you have to dance with me and I’m really going to make you give
your all” and so they essentially have to make the choice between hurting each
other’s feelings or just, you know, sucking it up and dancing with a person of the
opposite gender or a kid that they’re not friends with.
Two participants mentioned their fourth-grade students were the students who
struggled most with interpersonal relationships. There were specific small groups of
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students in fourth grade who caused some chaos and had to be redirected from time to
time. When discussing relationships among some fourth-grade students, Participant C
said:
Alright, so in fourth grade, when we were doing the ukuleles, we’ve been able to
do it. I’m trying to think how many classes I had with them, I think two, because
there was a virtual for one of the weeks and then we had the snow week, so yeah,
just two. They’ve only had two ukulele clubs with me, but each time, I give them
extra time at the end to play the ukulele safely how they’d want, and if they
wanted to perform whatever they were practicing for their class, they can. And
without even me suggesting pairing up with someone else to do a duet, they’re
already like “okay, are we able to do duets? I would like to work and play
something with Ramero.” Now, I didn’t let them go over there, because of
COVID protocol right now, but they were able to practice the same thing and then
stand up at the front six feet apart and play it together. And, especially in that
fourth-grade class where there is some interpersonal [like] relationship issues, it
was really nice to see that.
Participant B also gave an example of the fourth graders and their relationship skills:
I’m going to use fourth grade as an example for this one. They’re learning their
program and they’re having to work together. Fourth grade is a difficult group this
year and they just have some characters that really, really butt heads. And so it’s
kind of a difficult balance in that class, but I would say that, you know, when you
have people who butt heads, music class is a great place, especially when you’re
doing a program because those kids have to work together. They have to dance
with each other and they have to sing songs with each other and they have to take
it seriously. And I make that a really big deal in my class. I had to have all of
them. . . we ended a dance early today and I had them sit down because they were
[like] bumping into each other on purpose and running into each other. And I was
like “guys, you’re going to be really embarrassed if you get up on that stage and
the only thing you’ve done is messed around. You don’t even know how to do
this dance and your parents are going to be embarrassed that you’re just standing
there. You really need to get this together, you need to take this seriously.” And
you can feel wheels turning in their heads and they realize that this is something
they do have to take seriously and they have to work together in order to make
this program happen.
This particular example showed that Participant B was providing an opportunity
to learn to work together using relationship skills for the entire group.
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Participant D talked about group work aiding in the formation of social skills and
relationships during music classes. Interacting with others and everyone having their own
part helps foster relationships and teamwork. Participant D said:
I think that goes back to whenever I’m having them sing with each other or play
with each other in partners or groups. They have to work together. Okay, so fifth
grade, I had [like] little different stations, the xylophone and glockenspiel, and
they had to work together to create a different way to describe it than how I did,
with [like] the materials and a mega flip grid. As a group, so like, they had to talk
and discuss and I feel like that helps build relationships. And really, the
accountability thing. And then they have to create one flip grid from their group
describing these different materials. . . and then I feel like that helps build their
social skills.
Participant D also spoke about a counseling class that each grade level is required
to attend when cycling through their related arts class. The guidance counselor at their
school teaches students how to be more well-rounded individuals and how to handle
different situations that may arise. The students are exposed to life skills and how to
function as a whole person from a very young age.
Apart from one response given by Participant D, all other responses regarding
relationship skills dealt with student-to-student relationships rather than student-teacher
relationships. Participant D did provide an example of a student they were mentoring who
started out being uninterested and shy but by the end of their time together was having
full conversations with this teacher and seemed to be more comfortable. Based on the
responses given, it seemed as though fourth grade was a pivotal point for these students.
Participants A, B, and C all spoke about relationship issues in their fourth-grade classes.
It seemed as though this was an important observation to note.
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Professional Development
Participants indicated that SEL was a concept that is better understood through
professional development. Participants also described undergraduate training as
inadequate to a full understanding of SEL strategies. Participant A spoke about training
and professional development sessions they attended where SEL was a featured topic.
Participant A also discussed Quaver-Con, an interactive software that can be used as part
of the curriculum for elementary music classrooms. Recently, Quaver added an SEL
component to their program.
In the training and professional development sessions that Participant B attended,
SEL was highlighted. Participant B indicated that during the pandemic, children have
been dealing with trauma as their daily lives have been significantly altered. Participant B
had not heard of SEL as a concept before attending training simply because it was not a
part of their undergraduate experience or coursework.
As far as teacher trainings I did professional development the summer before I
started. Now we're required a certain amount of professional development, and
two new teachers, it's already provided to us, we have a new teacher Academy
for the district. And then we have like orientation days with our principles,
where they kind of go over the rules of our individual schools in that.
The administration emphasized that during the first three weeks of school,
teachers were not to give any grades, tests, or assessments; they were only supposed to
teach from a social and emotional standpoint. This was to help ease children back into the
classroom and provide them with some coping mechanisms to help them survive through
a very unknown and traumatic time in our world.
The only reason that I believe social emotional learning was brought up was
because these kids now more than ever need it. I don't believe it was something
that has been mentioned before, but you know we were going into a school
year. That children hadn't had school for months beforehand, it stopped in
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March. And so, a lot of them had trauma from that, had to watch their parents
lose their jobs, and weren't socialized. Didn't really get to have that social
interaction with their friends. Some of them were dealing with the pandemic
and you know it was hard for them so social emotional learning was actually
kind of a buzzword of our professional development because of that. Which
was honestly, the first time I'd ever heard it, like it had to be explained to me
because I don't feel like that was covered in my college experience that I
remember, and so, essentially, how it was described as. You know, in the first
several weeks of school how my principles wanted us to do it is. I think it was
the first three weeks of school no grades no test, not even preemptive tests
nothing but social emotional so. Teaching kids how to monitor emotions,
teaching kids positive social interactions, we had a lot of meetings about that.
Teaching kids how to talk about things that stress them out; talk about worries
about like where they were in their education stuff like that, and so I started the
first ever weeks of school I just did a lot of like hey tell me about your day let's
let's sing a song about our days and talk about. Emotions and stuff like that, but
I really do feel like it was a sign of the times. I'm not sure if that would have
been brought up or that would have happened if COVID wasn't a thing.
Participant B also talked about Quaver-Con and how attending this helped them to
gain familiarity with the new SEL branch of Quaver.
And the only other extra professional development, I did was with Quaver.
Which is this, you know music software it's like a music education resource for
elementary teachers that's provided by our district. And, so they did this thing
called Quaver-Con which I used I did it just so that I could learn how to use
quaver and learn some of the resources, and that was going to be my main
resource this year. So they have an entire social emotional learning section of
that, they kind of walk you through that too so. That was a lot there for a short
question but yeah that's pretty much where it was brought up.
When I asked Participant C if they had attended any professional development
trainings/workshops/classes, they mentioned the specific types of training they had to do,
some of which were mental health training and the other which was Quaver SEL training:
I have, and it was on mindfulness um and impacted my teaching because I
learned about a lot of different tools, I can use to help kids and I also the lady
had one of these hoberman spheres, so I got myself one of them. And I got to
learn a lot of different little quick activities to do with kids I if the beginning of
class or at the end, or if we just need like a break, because things are it's a
struggle bus and it's we, we need to refocus I have some ideas to use. Which is
good.
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This teacher also emphasized that SEL was highlighted during the pandemic due
to COVID-19 and the circumstances that school systems are facing right now. One of the
specific professional development sessions that Participant C mentioned attending was
about the concept of mindfulness. The educators were given tools and strategies to help
them be more aware of what their students might need and how to be successful with
SEL in their own classroom.
Participant D teaches in a Title One school. Many of the professional
development sessions that teachers are required to attend touch on SEL and how it can
help and benefit the students. This does not necessarily mean the PD was specifically
targeting SEL; however, SEL is mentioned often during these sessions so that the
teachers realize its significance and importance. Participant D stated:
We're doing RTIB, like intervention for behavior. It's like school wide and they
talk a lot about how certain kids are in certain tiers based off of information
from the teachers and they are the most likely to act the way they do because of
the way they were brought up. So yeah socially or emotionally, yeah, they talk
about it.
Professional development sessions were beneficial for these participants because
the experience aided their knowledge of creating a successful classroom environment.
Participant B had never heard of SEL before attending a professional development where
it was mentioned. Participant D had never gone to a professional development training
that was specifically for SEL but had an idea of what SEL was and the purpose behind it.
It was clear that a student’s ability to recognize and label emotions was a
determining factor of their success in the classroom. Participant B mentioned that some
of their students began to make changes once they noticed how their own actions and
behaviors were influencing those around them. Students also became more aware of how
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their own behavior could be a determining factor in how much participation time they
received during class time. The data also supported the idea that SEL concepts were of
significant importance during the pandemic. Since most social and emotional needs are
not being met outside of school, it was necessary for students to have a safe place to deal
with their emotions while in school.
Throughout the data collection process, it became evident that the four
participants perceived SEL to be more beneficial in-person rather than virtually. One of
the major themes was that teachers agreed on self-awareness skills increasing as students
age and mature. Participant A had a difficult time responding to the self-awareness
prompts and Participants B and C had to ask for clarification on what self-management
entailed. When dealing with relationship skills, all responses except for one dealt with
student-to-student relationships rather than student-teacher relationships. Fourth graders
were mentioned frequently throughout the data collection process, which seemed to
imply that fourth grade was a pivotal point in these students’ educational career.
Participants A, B, and C all spoke about specific instances where relationships were
causing strain in their fourth-grade classes.

Chapter 5: Summary and Conclusions
Summary of the Study
The purpose of this study was to analyze teacher reflections of SEL experiences
in the elementary general music classroom. Primary research questions included:
1. How do teachers perceive SEL and describe characteristics of SEL related
to their classroom experiences?
2. How did each teacher’s philosophy of music education and personal
musical background shape their beliefs about SEL in the music classroom?
I used a qualitative descriptive and interpretive technique in order to answer the
research questions listed above. I sought to find out more about SEL in the general music
classroom from individual teachers. The study was conducted virtually utilizing video
conferencing software. The participants were elementary music educators who had five
or less years of teaching experience. Over a six-week period, I hosted interviews and
coded the responses I received.
The study was completed in two phases. During the first phase, I gathered
relevant information on SEL and developed research questions. I then decided how I
would collect and code the data. I aligned my coding process to the five CASEL elements
for SEL and sought four participants for the data collection process. In phase two, I
conducted interviews with participants and coded the data to illuminate themes and
patterns in the responses.
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Findings
How do teachers perceive SEL and describe characteristics of SEL related to their
classroom experiences?
It was apparent that the four participants placed value on the use of SEL strategies
in their classrooms; however, participants did not indicate that they possessed extensive
knowledge toward incorporating strategies purposefully in the curriculum. Only one of
the four participants was familiar with CASEL’s SEL components. The remaining
participants were able to respond to prompts about the five categories but had no
awareness of CASEL’s definitions. When prompted with a definition of a category (i.e.
self-awareness), participants were able to recall experiences that resembled the
description.
The four participants had unique perspectives on how they chose to implement
SEL into their classrooms, yet they all felt as though teaching in-person and being able to
interact with their students in a tangible way was greatly beneficial for incorporating
SEL. Given the disparity in knowledge of SEL, all participants placed significance on
helping their students regulate emotions and showing them how to work well with others.
Teaching virtually in a pandemic was challenging for these participants and SEL
became a primary strategy in maintaining student interest and engagement. Participants
felt as though their students’ social and emotional needs were not being met because of
the lack of normalcy they encountered on a daily basis in the school building. All
participants stated that they wanted their students to learn more than just musical content.
One participant said they wanted students to learn how to properly function in the world
around them. Participants A, B, and C mentioned non-music related concerns when
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discussing their philosophies of music education, whereas Participant D talked about
hoping students would enjoy music later in life and allow it to be a part of their
immediate communities. Participants A, B, and C were more focused on the development
of the child compared to the development of the child’s musical skill. Participants A, B,
C, and D all mentioned situations in which students were managing themselves properly
or interacting with peers appropriately when describing characteristics of SEL.
The four educators described enthusiasm for SEL; however, it became apparent
through the course of this study that these participants were familiar with SEL only on a
fundamental level. This finding suggests that further training, particularly for teachers of
younger students, is needed in music education teacher curriculum. I was asked by
Participants B and C to explain what I meant by the term self-management, which led me
to believe that this was not being fully implemented.
Descriptions of SEL experiences were anecdotal and did not seem to reflect the
participants carefully planning for SEL interactions. All participants claimed to be in
support of SEL in the music classroom, but data were inconclusive in providing evidence
for SEL purposefully being included in daily curriculum.
How did each teacher’s philosophy of music education and personal musical
background shape their beliefs about SEL in the music classroom?
Due to the variation in responses, it was difficult to determine how each teacher’s
philosophy of music education shaped their beliefs about SEL in the music classroom;
however, data suggest that an affective response to music in their own training was
significant to their philosophy. Participant A explained their philosophy by saying they
believe everyone can find something they love about music, so they make sure to include
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all different types of music in their classroom. Participant D said they were satisfied if the
students left the classroom finding some way to participate in music in their own
community, but students do not necessarily have to love music or excel at it. It was
inconclusive whether or not their philosophies of music education framed their ideas and
perceptions of SEL in the music classroom; however, it was clear that their first affective
experience in music was an impetus in providing this opportunity for their own students.
Regarding participants’ musical backgrounds, I received a wide range of
responses. Participant B said that their first emotional experience took place in
elementary school, whereas the other three participants had those experiences in their
teen years or beyond. Participant C mentioned a time where they had an emotional
experience in their college choir and Participant A discussed the emotional experience
they had while participating in high school piano lessons. Personal elementary musical
experiences put Participant B in touch with their affective domain at an earlier age.
Conclusions
Previous studies of SEL in the music classroom were helpful in shaping and
framing the current study. It was important to conduct a research study on SEL in the
general music classroom so that current and future music educators will have more
information on SEL and how it is perceived by teachers. It is true that qualitative research
surrounding teacher perceptions on SEL is lacking and I wanted to provide more insight.
Future research could continue answering questions such as “Were teachers aware of
SEL at all and if so, what did they think about it?” and “How did they incorporate it into
their classrooms or at the very least, acknowledge that it was happening?” My research
supported the importance of meeting the social and emotional needs of students. Music
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educators can benefit from knowledge of CASEL’s definition of SEL and examples of
purposeful inclusion of SEL strategies in the classroom. Additionally, future research
might include extended study of teachers’ musical backgrounds as a catalyst for
receptivity to the incorporation of SEL in the elementary general music classroom.
Research also supported the necessity for students to be in a safe and comfortable
learning environment. This study will impact future research because it provides insight
on how teachers’ perceive SEL and whether or not they found it to be beneficial in their
classroom.
Virtual teaching in a pandemic was a significant theme that emerged from the
data. Although this study did not seek to find data related to teaching during COVID,
teachers spoke frequently on this topic throughout the interviews. All four participants
had experience teaching virtually whether it was earlier in the school year or during the
course of this study. Although SEL was becoming more widely used throughout the
education system before COVID-19 emerged, it seemed to be a greater priority for the
participants in this study and allowed them to actively involve themselves in the personal
lives of their students to best serve them academically and emotionally (Drumbore,
2020). All participants asserted that SEL is more effective when in-person learning is
taking place. Despite rigid precautions put in place during COVID, the participants of
this study demonstrated resilience in engaging and challenging their students.
Access to professional development training is an important factor in successful
implementation of SEL in the music classroom. Through this study, it became apparent
professional development opportunities for music teachers were the primary means for
learning new SEL strategies. Professional development sessions specific to SEL and
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music could provide teachers with more information on how to implement SEL strategies
in daily and long-term lesson plans. None of the participants stated that they had attended
a professional development session specifically related to SEL.
All participants indicated that teaching music through a computer was not as
efficient as teaching music in-person. The participants noted that it was challenging to
monitor students’ emotions as well as measure and assess their progress. In order to
assess students’ emotions and more effectively assess their progress, I recommend ending
each virtual class meeting with some type of survey which may include questions,
debriefing, or response cards related to the musical experience.
Limitations of this study include the number of respondents, the length of data
collection period, and the lack of access to the classroom setting. Future studies should
incorporate an extended observation period and an expanded series of questions that
explore SEL experiences related to philosophy of music education and musical
background. I recommend additional research be conducted using a survey to collect and
analyze perceptions and general knowledge on elementary music education and SEL.
Survey research may include knowledge of CASEL, how participants define SEL, and
frequency of attendance for professional development.
I believe that all music educators could benefit from knowing more about SEL.
My hope is that this study will increase awareness of SEL strategies, provide a wider
range of knowledge on SEL in the elementary music classroom, and empower music
educators to gain the necessary knowledge and skill sets to effectively incorporate SEL in
purposeful and meaningful ways.

Appendix A: Five SEL Components
Self-awareness:
•
•
•
•
•
•
•
•
•

Integrating personal and social identities
Identifying personal, cultural, and linguistic assets
Identifying one’s emotions
Demonstrating honesty and integrity
Linking feelings, values, and thoughts
Examining prejudices and biases
Experiencing self-efficacy
Having a growth mindset
Developing interests and a sense of purpose

Social awareness:
•
•
•
•
•
•
•
•

Taking other perspectives
Recognizing strengths in others
Demonstrating empathy and compassion
Showing concern for the feelings of others
Understanding and expressing gratitude
Identifying diverse and unjust social norms
Recognizing situational demands and opportunities
Understanding the influences of organizations and systems on behavior

Self-management:
•
•
•
•
•
•
•

Managing one’s emotions
Identifying and using stress-management strategies
Exhibiting self-discipline and self-motivation
Setting personal goals and collective goals
Using planning and organizational skills
Showing the courage to take initiative
Demonstrating personal and collective agency

Responsible decision-making
•
•
•
•

Demonstrating curiosity and open-mindedness
Identifying solutions for personal and social problems
Learning to make a reasoned judgement after analyzing information
Anticipating and evaluating the consequences of one’s actions
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•
•
•

Recognizing how critical thinking skills are useful both inside and outside of
school
Reflecting on one’s role to promote personal, family, and community well-being
Evaluating personal, interpersonal, community, and institutional impacts

Relationship Skills
•
•
•
•
•
•
•
•
•

Communicating effectively
Developing positive relationships
Demonstrating cultural competency
Practicing teamwork and collaborative problem-solving
Resolving conflict constructively
Resisting negative social pressure
Showing leadership in groups
Seeking or offering support and help when needed
Standing up for the rights of others

Appendix B: Interview Questions
•

Tell me about your musical background.
o Where did you do your training?
o What degree(s) do you have?
o What did you learn about SEL in your teacher training?
o Have you attended any professional development related to SEL?

•

Tell me about your philosophy of Music Education.

•

Tell me about your first musical emotional experience.
o Was there a defining moment in your life where this happened?
o Can you describe moments in your life in which music
participation helped you process feelings, understand other
perspectives, or learned to work with others?
o How do you model behavior that you wish for your students to
emulate?
o Do you feel that your mood or behavior affects the students in your
class? How?

•

In what ways do you purposefully connect with emotions in your
classroom?
o If so, what are some of the strategies that you use when helping
students process their feelings?
o How do you promote social awareness in your classroom?

•

Tell me what you observe as far as your student’s self-awareness/how they
deal with their own emotions.
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o Do you feel that students exhibit social and emotional behaviors
differently in your classroom?
•

Can you cite an example of student growth in your classroom, either
socially or musically?
o Are there experiences that students only get in your classroom?
Please explain.

•

How has the process of teaching in a pandemic impacted your ability to
engage with students?

•

Do you feel that remote learning has been effective in reaching your
students?

•

Can you cite examples of student growth related to virtual learning?

•

How has your week progressed?

•

Tell me about any challenges that you experienced.

•

What activities did you present to your class?
o How did the students engage in the activities?

•

What was a memorable experience in your music classroom since we last
spoke?

•

Can you provide an example of a student exhibiting an emotional response
to a musical experience?

•

Can you provide an example of a student exhibiting a positive social
behavior as a result of participation in a musical experience?

•

Can you recall examples of students that showed growth in self-awareness
during musical activities?
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o Can you recall examples of students demonstrating responsible
decision making in an activity?
o Can you recall examples of students demonstrating selfmanagement in an activity?
o Can you recall examples of students demonstrating relationship
skills?
•

Is there anything else you would like to discuss?

Appendix C: Syllabus
Each Quarter has 9 Quaver lessons to keep every student in MNPS on track with their
music standards. Below is the schedule for when each lesson will be assigned! Every student has
until the end of the Quarter to turn in these assignments for full credit.
Virtual Q3: Final Grade consists of 60% Synchronous Engagement (TEAMs Classes) and
40% Asynchronous (Quaver Lessons)
***Please reach out if you have any questions or technical issues that need to be excused:
773-380-0299***
Music Week 1: You will need 2 spoons and something to draw on.
Theme during TEAMs Class: Black and African American Heritage in Music
1/12: Quaver Lesson 1 Sounds and Rests
1/13: Quaver Lesson 2 Notes and Rests
1/14: Quaver Lesson 3 Pitches and Rhythm

Music Week 2: You will need something to draw on.
Theme during TEAMS Class: Emotions in Music
2/2: Quaver Lesson 4 Three Basic Tempos
2/3: Quaver Lesson 5 Best Tempo?
2/4: Quaver Lesson 6 Faster or Slower
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Music Week 3: You will need something to draw on and an instrument.
Theme during TEAMS Class: Women in Music
2/23: Quaver Lesson 7 Loud and Soft
2/24: Quaver Lesson 8 Louder and Softer
2/25: Quaver Lesson 9 Dynamics add spice

Appendix D: Lesson Plan for Third Day of 3rd Grade Blues
Lesson Plan for third day of 3rd Grade Blues:

Objective: Students will play the 12 bar blues root notes on a virtual bass guitar.

Materials:
1) Disgust’s Spotify playlist- “You’re So Vain”
2) link for the bass- https://www.musicca.com/bass?notes=a4.a6.d6&highlighted=&inverted=
Prior Knowledge: Students have already explored the Blues form with solfege and have learned
about BB King and “One Shoe Blues”. The students also have used solfege street. Students have
computer knowledge about TEAMS.

5 min Intro:
1. As student’s enter, they listen and determine the Inside Out emotion that fits this song.
2. Discuss what about the music makes it feel that way
a. Focus on lyrics
20 min Focus:
1.
2.
3.
4.
5.
6.
7.

Review 12 Bar Blues form by singing solfege and counting beats
Compare solfege street to the G scales and figure out what letters are DFS
Ask a student to remind the class how to split their screen in prep for the link
Give the students the link in the chat and allow 3 min to explore the instrument
Discuss findings
Show how to highlight G C and D on the bass in case they erased it!
Review first verse of “One Shoe Blues” and then model singing and playing the virtual
instrument
8. Assess kiddos by giving them control of your screen for one verse
a. Remind everyone that they should also be playing along
5 min Conclusion:
1. Listen to “Hound Dog” by Big Momma Thornton to set up for next unit (Women of
Music)
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Appendix E: Schedule
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Appendix F : RA Fall Schedule 2020
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Appendix G : Emotion Game Plan
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Appendix H : Email Contact Template
Hi! My name is Mary Katherine Strachan. I am a graduate student at Belmont University
working on a Master’s in Music Education. I am in the process of finding participants for my
research for my master’s thesis. Dr. Barry Kraus gave me your contact information and told me
you would be a good person for me to reach out to. My topic is about Social Emotional Learning
(SEL) and what that looks like in the music classroom.
I was wondering if we could set up a time to talk and if you might be interested in participating
in a case study for my research project. It would consist of one interview every few weeks over
Zoom. If you have any other contacts that would know anything about SEL or any elementary
general music educators who implement this in their classroom that you think I should get in
touch with, that would be great too. Anything helps! Thank you for your time and consideration.
I look forward to hearing from you!
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